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Instructional Excellence 



'•Excellence occurs when the instructional system 
ia able to provide the Individual learner with an 
appropriate level of challenge and a realistic 
opportuni ty to succeed on a frequent and continual 
basis for each instructional goal in the program." 



Spady (1984) 
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Consequently, toaav CBA means at least thr« Ait* 

its treatment in the current Uter"ur e t?' ^ b * Md ° D 

Curriculua-b..ed Assessment as used to vroliU l\ P 'I* 0 ! 

instructional planning (Cickline 4 TnL™ foot b " 1S f " s P« if *c 

Curriculum-Base'd Measurement D^no I 85) a"n n 5 Z"^ 8 ^ 

based on data drawn from student Derforilnf V ! actional consultation 

(Blankenship 1985). All tnree "f'these^e s'nectJ CU " iculuB 

all three points of view provide s Perspectives are valuable, and 

instructional services ^ SUpP ° rt for la P r ° v «d 

If accompanying these three areas of concentration n 

aove.ent to forge ahead and demonstrated f , 3 Stron * 

instructional strategies bas!d ' a !" T" 8 ° f 

assessment, I „ ou ld be cheerine But ^ "hieved from curriculum-based 

there is « tencency toward reduced 5 n7!n r ' ^ ^ P ° pul "« 

their use. For example, just knowing n! t era O IT ° f 

smattering of facts about its history and development- H a 

you know why it is important- it doe. ! ! aeve l°P"*nt does not mean that 

it either. So what good !s it o hav. ° th " "> u bow to use 

something that thev know onlv a litt ie b t T Ulklng ani ^ te ^v about 

little toowud., „ a daneerni , a b i J ;bo« As the saving goes, a 

mg of what is invoked, tne naive ii«.n J «n adequate understand- 

exciteaent, learn the words and «e tnem t °i C " pUk Up on the 

You can be in without knowing ta^vou are In^^" 8 hiS/h6r a "° cia <«- 

term have incorporated^ ntft ~ • "tchy new 

never effective- old wine in new w 'fl"' " ° ld P r °|«» that was 

unsuspecting public sees the new term anal P MM " The 

takes it up eagerlv. Of course thT , ! ? C ° 3 P arti «=ular idea and 

never did! Bu* now the id", tha J „ d " Sti11 d °«°'t work. It 

The logical leap is nevitSle~"aIT I !?* i !„ Called ° A - Pre "ol 

generalized judgment is t . Su^fflA^ ' then a 

many f.ds which have come and gone " JU " " oth,r one of the 

While it is true that the asacn.m.^ j , 

under the tera -c-rricJl^S - :..^?" 6 " 0 - 1 «««P« deluded 
just true that they are simple and f " t ive thatT' " - " 19 

that they can be implemented with ease Th^re Lr. T ~ Bean 
that aust be addressed, not the lea« of ^ I * of issu " 

1985). But even before training "kes „la« .h* traini ° 8 (C ° Ulter ' 
understanding of what Curriculum-base" A^sessmen^/^!^ ClW 

«eu Assessment is— and what it is not. 

So, before proceeding anv further « , 
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making decisions about the student'* „m^: — I — r- userui in 

data provides a direct !5k' fSt^SET III llZTl^l "J™ 
Curriculum-based Assessment. strategies, it is not 

Second this definition is drawn from the student's ongoing 
performance . Assessment of ongoing performance impl ies a f reouent 

Eeffective instruction provides for cons'ant assessment 

Finally, all CBA data is drawn from the student's performance within 

Curriculum-based Assessment. 

"ln.truction.1" «,« th , in!ltructional J' y ,°™ " 

not perforce iapro.es « tt appropriate Instructional "J.^"." 

It doesn't matter whether vou call the process CBa prm , 
to guide his instructs io order to ll ".rtoriaoc" 



Corricolua-oaaed Asseaaaeat and Special Educatloa 

Formal special-education programs have provided many excellent , „ 
to meeting the individual needs of the student, Zrl !!5 >Ppr°eches 
to succeed in school. This I. „ . 1 true JS " " n b00 * t 

- - ; ror tne b "nd, deaf, and orthopedically impaired, » »-iT 
enrollment (U.S. Office of Edurari^r. iqoqn - «w»ucuu 

^is^TLJsrsiSaiS: uni T ser,ic " l MM 

Keyoolds, . Llherg? M e ? 98 8 1 <»««■-. »»i «-«. 
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The assessment of student characteristics plavs a central role in the 
determination of which students receive special assistance and which 
students do not. To understand the roll of assessment in educational 
programs, this paper will begin by presenting three contrasting 
perspectives: a ssessment for placement vs. assessment for 
instruction , education for the handicapped vs. special education , 
and bureaucratic form vs. educational reform. """^ 



Assessment for Placement vs^ Assessment for Instruction 

It is a mistake to assume that student assessment and the 
special-education placement process can be viewed separately from the 
classroom instruction that is being conducted both in regular and special 
education within the school system. There has been a proliferation of 
literature relating to the ref eral-to-placement process in special 
education. To understand the issues being presented in this paper, 
however, it is important to differentiate between two functions of 
assessment within the referral-to-placement process: K l) the collection 
of data essential for planning an effective instructional program foi the 
individual being assessed, and (2) diagnosis for the purpose of placement 
eligibility (Tucker, 1982). 

The diagnosis-for-placement functions of assessment have been heavily 
criticized; so much of the available resources are taken up in the 
diagnosis of handicaps that little effort can be expended in collecting 
data for programing (Mercer & Ysseldvke, 1977; Gickling & Thompson, 
1985; Galagan, 1985; Will, 1986; and Squire, 1987). 

Most of the literature relating to the referral-to-placement process in 
special education has dealt with the diagnosis-f or-placement function. 
More specifically, the topics emphasized have been 'non-biased 
assessment" (Duffey, Salvia, Tucker, & Ysseldyke, 1981), the assessment 
of adaptive behavior (Coulter & Morrow, 1978), and the determination of 
learning disabilities (Ysseldyke, 1983). Much less attention has been 
given to the programing function; notable exceptions are beginning to 
appear with increasing frequency; examples include Deno, 1985; Germann & 
Tindal, 1985; Peterson, Heistad, Peterson, and Reynolds, 1985. 

There is little evidence that assessment which is intended to diagnose 
the handicap of a student provides data relevant to the educational 
intervention needed by the student (Jenkins & Pany, 1978; Galagan, 1985; 
Gickling & Thompson, 1985; Webster, Mclnnis, & Craver, 1986). For 
example, the simple determination of whether or not a student is mentally 
retarded or emotionally disturbed cannot, by itself, give relevant 
program recommendations for the individual. Such recommendations come 
from direct observation, from clinical experience, or from some type of 
criterion-referenced assessment within the context of the student's 
curriculum (Latham, 1984; Tucker, 1985). And, typically, assessment 
performed for programing purposes is not sufficient to determine if a 



Guiding Instruction Effectively 

By Using Curriculu.-b.ted Assessment " 7 



Special Education vs. Education for the Handicapped 

It is also necessary to distinguish between "special education" and 
"education for the handicapped", since these terms often represent the 
con ext for assessment for the student who i, experiencing diff"ul y 
There s a tacit assumption that "handicapped" students need so»^mI' 
special in education. The flip-side of t"t assumption WZfllV ' 
expressed by the absurd conclusion that a gtu H. nf L ! 
special in education n ! us^h^^ t D :\: n ^;^:i d ^ 0 " Md * S ° nethin8 

The two term, special education and education for th„ h a n^» rr<l are 
so often used interchangeably that t he fact that the conditions wh ich 
they describe are quite different is not alwavs apparent Everv^Ud 
needs something special from time to time in order'to get over or aroL 
some obstacle in his educational development. So educft on tnat M 

fnTrai I * rtT 1 Deed ° f Sii ChUdren - Confusi n arcs wnen 
the refn 8 Pecial education became restricted to referr<n„ rl\w 

service, provided to students identified as h«d c p e J 8 J he Nation. 

llHi / Wat U SPecial about c «e educational needs of 

Handicapped stuoents? Are tnere identifiable differences between the 
teaching that goes on in a regular classroom and that wSTch 1211 i 
in a special-education class? Ch taKeS place 

It is clear that in most instances there is a difference in class-size 
between regular- and special-education classes, a fact which ra!se, 
another point. Based on a m*m*ivm * j wnicn raises 

Smith (1978), cahen an ^ FUot M979) ° r " n J*" T^ 6 ' by Gla " " d 

sist-rs s= rhaV?;£-r i8n "-" = 8 ^ n ^o-^L^ n rin h4t 

special educl oo'S S^.l^S'SL'S SS^ttffi 8? 
Providing smaller class-size (and the resultant smaUer student"ea C he" 

But it i, said that handicapped children need a lower student/teacher 
rat o (smaller class-size). It is obviourThat some tvpes of snecul 
assistance to students require that the service provider work ry 
few student, at a time. But is that condition not also \Z Twi A a 

D art!cula°r V"^™^ "» 8peclal ««»ehinj o cor «t a 

particular fault, or when special tutoring is required bv the trumn.t 
piayer in the marching band who can't seem to pla\ and keep step ^ he 
same time, or when private coachine is n-.H.^ L L • P fte 

represent the scnool on t negating earn 'Ihe'l st ""eX.lTV 0 
are «ny type, of students that need' special helj 'n a verJ low' 
student/teacher-ratio basis. Why should a student with thL nL in 
academe areas be singled out as suspected of beingland capped 
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tr^ninJ M?r dS f aiUe " " e11 " «i-»t..Ion and .nobility 

training, the deaf child needs special services related to his hearin* 
lo... the speech-handicapped child needs speech therapy and th. * 
emotionally disturbed child need, e-otionaj support and counseUn. And 

ration 8 , 10 ; ° f th6Se S " ViCeS ° ften ne «"ita P fes a"ow IZln Ae.cht 
ratio. But has anyone ever looked at how ma„v "non-handicapped" st^«L 
also need emotional support or speech therapy? tapped student. 

Is it possible to think in term, of services as needed by all rhii^ « 
rather than a. they are needed by a special groupP Con. dirt an J rta- 
tion for example. It i, often an is.ue for the handicapped. e 

Jreiioent J' 1 ^T^ 0 ? Pe "° n T ^ lT " a *"^ transport* i n- 
President Roosevelt did, and so does Governor Wallace of Alabama. 

Equal treatment for all citizens, including the nonambulatory w ou ld 
require that each individual have an opportunity to attend l^l , 
be provided with public transportation^regardle'.s of any o he actor 

Dill 8 no n :: d to , ln r oke one of the st * ndard ^^ ? Ll TJUiVdZ'sn 

order to provide needed transportation. The ne-d is self-evid.nr ! 
^o^s 8 ^" 0 ^- Y " iS ~" - a-se^of 8 ^^,^;:;^, 

condition.. This „e.n, going through a time-cl^og and e«en Je" ' 
appraisal process, yielding data Irrelevant to ,h. n-f./ ^."^" 8 ™ , 
to be provided-in this case, transportation. service 

To be meaningful, assessment snould be performed in terms of the 

ov«r^ 8 E S ee J ^ tern8 ° f the lnt « v «"ion that: is needed to 

It I ,n * *" i,fr C ° fcUCCe88 in ^"cation being experienced by that 

^Ti^s^: xnr & starr ' l980; 

mention! "cn 

How does that differ from the special treatment and di«lJy 
provide to athletes a. part of the school's physical enucltton 11? 
health program.? Health-related service, „. « I n" oiT g £ of normal 
school routine., as any school nurse can report. Tne* Ir^nSt li23\« 

tSe^r;;^ r can we continue c ° ^ iis.r\j 

time spent in irrelevant assessment done only for the purpo.e of 
decerning the eligibility for the service that a stuJent neeSs. 

The term special education , then, ha. come to mean . restriction of 
these special services to only those students who meet certain irrel*T*nr 
eligibility requirements. Unles. your child i. handicap^! It ft* T 
in some way exceptional a s defined by the eligibility criterifhe »ay 
not receive the special assistance that he need. fH* r r 07i n \? 
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The possibility should not be overlooked th.r -k< i ■ . 

..mc i. . „«.„. of r„trlcu.?£*4. 0 , a ***** 

United amount of monev. There li far- ».n^« 7 S * ln fact » a 

fund, £0 ne 9Peclal needs h :r, n : ^s^^oSLin^s"? of 

■ h ;° d ca PP^ — d « f *"° to include those who were obvioustv 1L " 
physicslly hsndicapped (i.e. the blind f h. /.! ODVlousl y and 

But in tiae other types of conditions were listed Ln ,i., f u ^ ei , 
"hsndicapped" and the resulting complication, nil b definition of 

the Mentally retarded' were iJcLded "en the "iJlT Fir " 
and the "brain-injured" were added to'tne list anT » * disturb « d ' 
was opened wide with the inclusion or he " earning a °h I" 'V"" 
no attest here to indicate that student, curr«M? A f? ! J*"' 18 
disabled do not have verv real needs~because thev H * !» " leaning 
anything about the assessed chsracterist", hat ena°b e tne .YT" 
provide better instruction to overcome the disables ° 

It is interestin that 'leaniine-disabled" ««r 

handicapping condition to begin w Llr III SJV'T** " * 

sslstal V" 6 de f initi ° n ° f handl " ^ be no OW :p V e e c! a r e " 

t" s 8 Utfon: a ^ u ^ o ^ f "i he children wh ° had bv 

learning E..m t ^ t £VS. U 2.2 to thenst" T*Zl 
federal assistance would be provided as a r . ?! k nandica P s f " which 
who were referred for clasaif^Ir? n , the 0488 of '-» d «ts 

that there wereYt °eoou Tf£V ^prov ae^atts^rc ""d" ^ 
needed services. Governing bodies either ollred Tt P "" 1Ved as the 
special services, thereby liaiMn! fu ? d a fundln 8 cap on the 
learning-dialed" classified a. 

limitation within the eligibility criteria Th! w J *" 3 statlstl «l 
most common form of limitation L^iH^n^ ^ Which was £ne 

the assessment personal b^t stnfd d " Y in " ea8ed th « "orkload of 

plan for the actual Instruct onal oeeos of tU data needed t0 

(Tucker, 1982). actional neeos of the students thus classified 

The federal government imposed an addiMnn»i j 

r..trictio= oo , llg l b ?n t y % ' m d 
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ClathM, 1964, and *,r ,° , „ ' ' "L ° J'" 0 " 1 h0,,r 

inhibit!., i.«„ of fru.tr.ti.rx. h. «;«: ^i" t r„ r °i: , 

Is quite oonsal (Clcullng, 1985). "l"ty of the scudc-nt 



Bur M .er«tlc For. n. EducacloMl Reform 

School eyateM are by ..tore bureaucraciee. A discu.sloo of sch„„i 

loscruct loo a, a Say Vic '""ducatr", °' 

..ample a problem In educatloo Is raised for " scuaston Its' 

- The program is too expensive; 

- There are too mot referrals to special education; 
The Learoing-dLablllty defloltloo Is oot d.flolti,,- 

* ;«»»• m «eao st.ndardlaed scores of the district lt 
tm - * lf,1 "l' " ■«'«»■ current educatlooal programs. 
Imc^m™.! ! * " " efl " th « Presenting pro.!,.. In 

inatructUMl ten,, rather than in term, of poUcy aod fuodiog patter... 

.'.'jriuu. oif"r,o"t dl r"r ln8 T"-"'-"". Ch « 
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Table 1: Educational problems and their proposed solutions as 
contrasted by bureaucratic and educational points-of-viev 



Educational problem Bureaucratic Educational 

S£atCttcnC Point-of- Point-of- 

V'ev view 



Education is too 
expensive. 



Wavs should be 
found to reduce 
spending or to 
cut staff and/or 
services. 



Ways should be 
found to 
improve the 
quality of in- 
struction vnile 
maintaining or 
reducing cost. 



Student achievement is 
aeclming as measurec t>y 
scores on achievement 
tests. 



The funds 
allocated for 
education need 
to be studied 
to see if there 
are ways to in- 
crease services. 



Classroos 
instruction 
needs to be 
studied to see 
if there are 
wavs to in- 
crease output. 



There are too many 
referrals to special 
education. 



The special edu- 
cation policies 
need to be 
revised to tight- 
en special educa- 
tion entrance 
criteria. 



The specific 
instructional 
needs of the 
students being 
referred need 
to be address- 
ed in a more 
effective 
manner. 
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practice of that svstem. Several vears ago a -emarkable statement wa« 
made by three of the leading special-education pollcv analvsts in 
America: 

"One of the major tasks of human services policy analvsis is to find out 
how a system actually works, compare the results with what the formal 
rhetoric says about how the system should work, determine whv It works 
differently, and then recommend the changes that should be made to allow 
the system to work more in accord with the formal rhetoric. 

e^lTJi™" ! f r " earch ln this area h " turn « d UP » number of factors 
that influence how a large service system actually works and whv It 

foUo«! ,Unlntended reSuits "- A few ° f these "results' are suggested a. 

- Pre-eminently, service Is performed titers the monev is 

regsrdless of whether the rhetoric says the service should be 
performed somewhere else. 

- Professionals provide the services they know how to provide 

regsrdless of what the recipient of service may need. 

- As a corollary service systems serve those wno come to the 

door, regardless of what thev reauire. 

- Historically, established service systems (and the interests 

that represent them) act as If their first dutv is to survive 
whether the rhetoric savs they should survive or not 

- When service personnel are faced with the choice of documenting 

compliance (as a condition of funding) or providing the 
services defined bv the rhetoric of the svstem, thev will 
document compliance first. 

- Wher faced with a choice of recipients who are *easv' or 'hard' 

to serve, and formal rewards for dealing with each are equal, 
the service person will choose to deal with recipients who are 
easy to serve. 

- If portions—or all— of the service system are seen as a 'free 

lunch , they will attract extra use, whether the services are 
needed or not." (Reynolds, Brandl, and Copeland, 1983, p. 13) 

The implicit assumption of current papers suet, as the one from which the 
above quotstion is taken is that special-education practice has 
over-extended itself. This condition would not necessarily be a problem 
If the results were in accordance with the stated (or unstated) goals and 

££E H rh "° r J C) ° f the SySteB ' There is « rwl »« 9U PP°" if nit 
definite evidence for the belief that all is not well in that department. 

Madeleine C. Will, former Assistant Secretary for the Office of Special 
Education and Rehabilitative Services, U.S. Department of Education, 

III 'anf J a f f eSUltS " ° f s ?«^-e°«catio C programs ratner than of 
the "unintended results". Referring to the rhetoric as "the goal", she 
maae the following statement: * 

-Yet the complete fulfillment of the goal eludes us. In 
q reality, the reviews of these separate special svstems 
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suomicceo bv oarents, :eacners, anc administrators sav 
clearlv: Programs nave acnlevec nixed results ror some 
children. " (Will, 1986). 

Gerber (1984) In his analysis of the U.S. Department of Education's Sixth 
Annual Report to Congress on P.L. 94-142 details a number of general 
problems in looking at special education programs from tb bureacratic 
point of view: 

"Relatively slow progress in developing new knowledge 
about special education practice, as distinct from know- 
ledge about specific individual differences, instructional 
techniques, or local programs, has created a conceptual 
vacuum in the field vnlch tends to be filled bv bureau- 
cratic form rather than educational substance. 91 (p. 210) 

"Despite major attention in this report to compliance- 
focused evaluation studies, It is dubious wnether any 
substantial empirical basis vet exists to support our 
current national special education policv." (p. 223) 

"Failure to build a stronger research base will ultimately 
trivialize both special education research and practice.* 1 
(p. 223). 

Scriven (1983) sums it up this way: "T cannot sav what I think the 
pessimist could say aoout research and practice in special education at 
this point, but I think the optimist couid say that we have a wonderful 
opportunity to start ail over!" (p.84). 



Curriculum-Based Assessment 

That there is a problem, no one now seems to deny; wnat the nature of 
tne problem is, however, still stirs the strong fires of controversy at 
tne conference table and at the professional meeting. It is the 
assertion of this paper that simply adding curricuium-based assessment 
to the way things have been done can go far toward providing an 
effective solution to the dilemma thaw Is so hotlv debated. 

In the absence of data, subjective argument reigns. Since it is readily 
admitted by all of the players that data is lacking, let us consider the 
possibility of at least adding mechanisms for the collection of data 
vnich will answer most of the questions about whether or not our 
educational programs are working in accordance with our stated goals and 
objectives. 

It should be notea here, nowever, that the simple addition of data 
collection procedures will not cnange the educational goals and 
objectives. There has to be, in some cases, dramatic cnanges in the 
expectations of students before their potential can be realized. 
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In one school svstem wnere I was serving as a consultant, ;he soecia" 
education program was verv well in place with an aoeouate and highly* 
trained staff. This particular school served the more seriouslv 
handicapped (frequently classified as trainablv mentallv retarded). 
Also serving the same students, althougn not part of the formal 
instructional program, was a group of "Foster Grandparents". It was a 
revelation to me that in several inatsnces, Foster Grsndpsrents were 
sble to tesch their assigned students to read! In checking into the 
nature of the current school program for these students, I discovered 
thst they hsd been in resding readiness programs for yesrs but thst they 
hsd not been deemed successful to a point where actual reading 
instruction could begin. 

There is something missing in the fundsmental philosophy as well as in 
the assessment procedures of a svstem which allows a stuaent that is 
capable of learning to read to be maintained for long periods of time at 
a level significantly ..elow his or her ability to perform. 

Some time sgo, £. Jay Samuels was asked by the Nstional Inatitute of 
Education to interview the staff memoers of the Congressional education 
committee to determine what they meant by the term "basic sxills" after 
funds were allocated bv Congress to implement the Basic Skills AC It 
was not at all surpising that there was wide divergence in what were 
*tT!? !' SKiils "> 0ut Samuels (1984) reports that generally the 

skills fell out in the five traditional categories of reading writing 
mat hematics, speaking, and listening. Relating to the first three of 
these as "human inventions wnicn are found only in literate societies" 
Samuels naxes the following remarkable statement: 

"...even modest IQ levels, within the 50-70 range of 
educabie retardation, seem to be sufficient for 
mastering the basic skills which originate through 
human invention." 

"Why then, one wonders, if the basic skills can be 
acquired with IQs in the 50-70 range, are there so 
many children wno fail to master them despite having 
levels of intelligence substantially higher?" (p. 18) 

Samuels goes on to answer his own question by asserting thst the problem 
is one of instruction. It is not ssfe to make categorical statements of 
simple solutions to complex problems; but, genersllv spesking, Samuels 
offers, three things thst teachera can do to help students master the 
baaic skills: 



(1) motivate the student, (2) bring the student to 
the level of accuracv in the skill, and (3) provide 
the practice necessary for the skill to become 
automatic." (p. 27). 

1J 

These three points will be expanded very briefly in terms of an approach 
d to instructional assistance that has proven very effective where it has 
ERIC vamd - 0nd,r the f«««l tens "Curriculum Based Assessment" a numoer 

mamom of improved instructional skills and ideas have been proffered. 
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Curriculum-based Assessment does not represent anv one particular model 
of testing or instruction; rather it prefers an approach to "structJon 
where the material to be learned is used as its own measure of the degree 
to which it ha. been learned-teaching to the test, if vou will ThI 
concept is not a new one, but some of the techniques that are used are of 

*«en ti^l'llu *V" f r<!ader iS refe " ed C ° the N0Venb "' 1985 - is-e f° 
exceptional Children for an extensive coverage of the various forms 

fin 2 1 l7~ "? d aS8e,soent (Tucker, 1985). For the purposes of the 
dares^ di8CU8Si ° n ' hoWever ' onl ? 3 of the subject 1 be 



1. Motivi :e the Student 

Concern for student motivation often stresses environmental and emotional 
factors leaving the least amount of emphasis on the effects of the 

rtrli CX ! V C ° atear ' US6lf - Ye " S ag0 ' Betts < 1952 >' introduced 

three levels o< instruction which are quite well known but seldom used in 

the context of instructional motivation. First applied to the studv of 

how students learn to read, Betts gave us "instructional, independent 

and frustrational" levels of instruction. When first introduced the term. 

-ere used to designate the percentage of known words in a passage and the 

amount of comprehension: instructional level was represented bv%52 known 

words' folfi-'^L COB P rehension ; independent level raised the known 
words to 98* and the compression to at least 902. In Betts' oninion 

the'frusrrJ? 2 T" ' lMi that 50Z ^re^ ! repress 

iLlv ' : evel-the level at which learning is inhibited due 

simply to a lack or sufficient Information to perform. 

^ r L G ^ kJtn8 , ha8 C ° nCept P resent ed originally bv Betts and 

applied it ■ classroom instruction in general, making it one of the mn.r 
powerful tc,»)., f*r effective instruction to be presented in Luv lelrT 

li£ nf' •Irr P t! n ; 1985) ' Bas J C3llV ' h0Wever ' the ""loped bv 

sickling ,-;xt. r. :n cne concept of frustration as a function of 

o7 ■ Lr, St H Ud . 8 ^ " beiD8 P resented ""erial to learn at a level 
of stim -, ; > ,verload», frustration sets in and is an immediate inhibiter 
to further attempts at learning the material Wh»r» a> . .. r 

"unknn«n" <„ i . wnereas when tne amount of 

unknown material in a given assignment or unit of instruction is 
reduced to be within the bounds of the "instructional level" tSe 
is1em.r*.bt U t al IT' " 1"™ ^ iD 3 "bom-again" fashion which 

wo oTc^UnX 17<*' / """J" ° f Striking eMB P le8 a " P^vided in 
^ho.p.on"};f 5 S PUbllCatl0nS: Glcklin « & Havertape, 1981; and Gickling 

Consequently in addition to all of the social, emotional and 
environmenta conditions that affect motivation, it can be "own -hat the 

e??ect C on 0 ; a T^f" °f ^ CWWt t0 be has * ^Uc 

effect on the initial motivation necessary to yield its masterv 
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2. Tench to Mattery 

l«nL rT K te * Chin8 " ^ ""V" WeU under8t °°° ^at it hardlv deserves 

(or defiled) by bureaucratic interpretation to aean something that , 
not! For example, it is becoming „ore common to hear , „ " ' 

"70Z mastery" as a criterion for success Th-r i. 7 
70Z dead. Such misuse of a very e?fec"ve term eUm te^ III u.°.fX.. 
and effectively returns its users to the dayswhen "masterv teaching.. !! 

Nothing short of 100Z is mastery. A bridge reaching 70Z of hl„ av 
across a chasm is a bridge to nowhere! Y 

'•Mastery" is one of the foundation principles of individualized 
instruction. Goals and objective, are written in terms of facts 
concepts, and instructional units to be mastered . Unless the lllir 
content to be learned is completely undersTo^Tmastered) it is 
meaningless to practice it until it oecomes automatic 



3. Practice Until the Skill Becomes Automatic 



Once a given skill or fact to be learned is comoletely understood and in 
Place, it can be lost in , relatively short time' un!es, pract eel 
consistently and reinforced over time. That fact is hlJil ? ?! - ,.. 
wisdom which gave rise to the statement ' ract'ee mL * £ c S' as 
often told, -practice makes permanent; perfect practice makes ' 

pracU^r^ov^ded"":. 1 Cla " r ° 00 l ™™"°*> opportunity for 

six -ir^^pgr&t.s s= Litir: d s . as s 9 r a r e ' th * c 
iir^E'g: iLJory^r^rin 1 ^:^— - — * 

Some of you reading these word, may have attended school more than 20 or 

dJfflrln/fH f My r<!Be " ber 8 °" e ° f the «*« in mstru tion was 

different then from now. Traditionally, students performed their 

The teacher would go to the board and demonstrate a given skill or f*« 
to be learned e. £ diagraming sentences, spell log, 'add-on 

* be*^™^ 12 J 0 / 0 ""' ^" the tMch « ^ prefer ne content ^ 
ERIC b * le4rMd Md felt Sure th " the had at lea.t a ba." 
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understanding of what he/she was talking about, the stuoents were all 
sent to the chalkboard. Then the teacher, with full view of everv 
student at one time, would give out examples of the content to"oe~ 
mastered for the students to work on. Sometimes everv student would have 
the same problem to be solved or word to be spelled, sometimes each 
student would be given a different bit of the content to be mastered. 
But always the teacher was looking for one thing: mastery of the 
concept, fact, or skill. When the teacher was satisfied that the 
students understood what was being learned, they were then given seat 
work to practice ! 

Following initial practice, examples of the various skills, facts, or 
concepts learned were sprinkled into the subsequent lessons to reinforce 
what was learned in the past and to maintain the highest level of 
retention. It was and still is a simple and effective method of 
following what Samuels asserts are still the steps in effective teaching. 
Also, the practice described above represents the essence of 
Curriculum-based Assessment. 

It is unusual, if not very rare indeed, to find a classroom todav wnere 
these effective practices are being carried on. This writer believes 
that there is one primary reason— DITTO SHEETS. The invention of the 
ditto master and ditto sheets for seat work appear to have occurred 
simultaneously with the demise of the chalkboard as a tool with wnich 
students can demonstrate their abilities. Unfortunately, over time, the 
ditto sheets have replaced the more effective method, and the "unintended 
result 11 has been for -iassroom instruction to place more and more 
emphasis on practice and less and less on teaching lo mastery. 

Fortunately, there are alternatives which can be used without having to 
go to the expense of replacing all of the chalkboards—though this author 
thinks that such might be an alternative worth considering. First of 
all, ditto sheets can be used effectively if they are used in the manner 
of the traditional hand-held slate. The teacher should check each 
student's work as the student is performing it. If mistakes are being 
made, they can be caught and corrected before the mistake has been 
practiced to a point / )se to indelibility. Remember practice makes 
permanent—even when the skill, fact, or concept is the wrong one. 
Whatever is practiced will be retained. It is of paramount importance 
that wnat is practiced be right to start with. 

Also, with the advent of classroom computer technology, the same methods 
of teaching used by my teacher with the chalkboard becomes viable on the 
screen of the computer. The computer lends itself extremely well to 
insuring that the student not be allowed to practice until mastery is 
attained. 
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Current Trends Relative to Pull-out Programs 

Perhaps a good way to summarize what has been discussed so far is to make 
the point that as a result of a number of evolutionary changes in the way 
scnools do business—everything from the introduction of ditto sheets to 
th* provision of federal aid for certain classes of children, there has 
arisen a completely new element in education— one that simply did not 
exist prior to the Inception of such elements— the pull-out program. 

The more funds that were made available for students who were viewed as 
having problems that made them eligible for special pull-out programs 
the more students were found eligible for those programs. In addition to 
special education for the handicapped, we have programs for the gifted 
and talented, programs for those who speak a different language, programs 
for those who need remedial reading and mathematics, programs for those 
who are from lower socio-economic stratas of society, ad infinitum . 
And what has been tne effective result? It is not within the purview of 
this paper to evaluate the results of such programs, but it is worth 
pointing out that policy evaluators and administrative policy consultants 
who are having an impact on the future of educational policy in America 
are making some very strong statements about the pull-out programs, 

"The identification, evaluation, placement, and 
monitoring of these children often reflected the 
stereotypes held by teachers and evaluation personnel 
for race, sex, test scores, social class, ethnic 
background, and even physical attractiveness, . . . 
Moreover, negative labeling often produced negative 
expectations for these children: and once in special 
placements they tended to remain there, seldom 
returning to regular classrooms. There educational 
development was often minimal, and the likelihood was 
high that they would leave school to become dependent 
adults. 11 (Lynn, 1983, p, 32). 

"It is rare that lEPs lead to a diploma or other 
official certification of completion except for the 
plans themselves. Given the fact than most children 
in special education programs are diagnosed through 
tools that are not fully developed, we simply may be 
providing a rationalization for lower performance bv 
students, teachers, and the school system as a whole," 
(Macchiarola & Bailey, 1983. p. Ul). 

11 . • • [Vie can . . . help all children whose level of 
intellectual functioning is 50-70 IQ points [to] 
master the basic skills without recourse to pull-out 
programs or tracking." (Samuels, 1984. p. 18) 
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Two of the leading proponents of lmoroved cla«.r„nn, i ► 

integral part of special-eduction lit !f cla " rooB instruction as an 

Margaret Wang. education reform are Maynard Revnolds and 

prevalent practice in special education is to 
-ske special programs available to exceptional 

hev III f n r J hey ^ falU ' n 80 f " 'ehind that 
they are full-blown casualties ." 

y should shift the emphasis from • input' to 

199 & 202; emphasis supplied). PP ' 

EES ^r:„ c : ™ - m * - — 

numbers found eligible for »„n "easures as opposed to the 

light of their^e. n ^ ^hVL^V' 18 to note, in 

improved classroom instru ► n \ r SySteB8 Cited where 

system, there is an accom an'n ! ? ^^'"J* ' SCh ° o1 
referred for special education. ° rea8e in the tne nu »°er of students 

^^^^>^™^™ school official put on hi. or 

reduction in the ^^iTtJS^^ .TT " ^ * 
number of students classified as hand?!! f\ 6 * reduct ion in the 
education services Is . desir^U t I "'t in ° rder t0 recelv « special- 
result of an improvement " the L?f - < ' U th * 
simple reduction in number, U is iuL ln " ructlon ov «all, not a 
in referrals to special eduction IvTilr l° 88ible t0 effect * reduction 
appreciable improvement In til iVrlll *, l?" 0 "' achlevi °8 any 
students who would have been rererrJd ** lltJ ° f in « tru «i 0 n for those 



Curriculum Casualties 



The current educational perspective relate- ► u 

in particular, to pull-out proRraw lit h Ch " 8 " in educat i°° and, 

effective. For example GicIunT* I P r * ctlc »l «d very 

"Curricula. ^S't o b T^lT^l^ the "™ 

succeeding in school due to "e U ck If It 51 *° DOt 

strategies. Subseouently Gi^n* 5 effective instructional 
majority of referral o'.p'cU ['Z***™ ^ that the 

rather than "handicapped" students ^ * currlculu » casualties 

Remember that public policy current 5 »° re k t ^itional sense, 
eligible for special education UllZ * "*! th " * 8tudent 18 n °t 
94-142 unlea. he or she " not "L^* Provision, of P.L. 

criteria, but that he or .he alio LJS? .1**^ Z™**** c ° current 
effective in.truction.1 strategies 2 ^ ? 1 • dtt<Ution ' D "il 
student, there i, no way Epgfiff 12 U ^ 
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f ecrive 
with 



consistently found that Instructing 

u «... .i.a. r t. £j" e ~ £2 sets c ° be r 

the referred student. " na e £21 b een used 

We have learned to our amazement that uk.« - u 

large proportion of the refer" s ar"e el^n * r « — d. a 

cu.ed the referral m thefirs" lulll* lr. the needs that 

that i. typically put in P l. c to cause t °r ^J 8 " pre9ent - The »W« 
"Pre-referral nterJention" ?re-rererra int I "T* CaUed 
providing an alternative to sn^al-ed"citinn % f"' 0 ? " * my of 
force in .chool districts Icllll iLrie! has now been in 

pre-referral intervention na. "enTt ? n ° '"J 1 * flVe y " rB - ^ 

referral, to special education ha" E^dr™^" 'h nU " ber ° f 
urban Midwest city, 392 of stud „ s S r « Ik^ * D ° M 

referral to special education. One state "st!tu t ^ ° f before 

intervention by legal mandate and saw til ^"Jwil.rV'T' 1 
state drop by more than 302 over a three-year perLd ^ " tlM 

Curriculum casualties can be salvaged bv chanees in rh 
curriculum is addressed in a given^chool sy«em rl W " Wlich the 
casualties become curriculum cures «d 1 ( ^ curriculum 

instruction may be the answer l!? P ° eviGen « that quality 
product 0 f education in ^"J 1" ^"h* ' d ««*"™i»g' 

is not a. simple as it scTn Th ar ! r!r"l " hievin « c «is goal 
complex problems. I: took ,!„ j 'v s 6 / " ? S ° 1Utl ° nS t0 
cannot get to a new and better place overnight U l, » and iC 



Instructional Level 



"instructional" level (Bet s, 19?" £ c uS & S'" *" t4Ught at th « 
1987). Specific methods of determining Jl 8 « Hawta P«' 198l i Hargis, 
found in Gickling * Zlr ape ? K£ but !n I.'.™" 10 "; 1 leVel " B be 
level is, on the average, tha level at iiirh 1 " instructl °«*l 

"knows" 93Z to 972 of the material to L J "llT 1 " Udent alread ? 
material to be practiced "d!m °h! 7 ° Z C ° 852 of the 

Gickling and HaJertape (1 85^ and sh^ L ?? ' ? tU<ly rep ° rted by 
shows the remarkable results wI?rh K 8 ' 1 ° n the Allowing page, 
with a learning envJroCn se 1 at til ilA^T* ?* »»d«t. 
results have been achieved oc nu.er u. JS^?? TheSe 
(pers. comm.) and this author. additional occasions by Gickling 

Magic Window of Learning Z i 
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"u.1 Mg r ht. COnf ° rt leVe1 ' U lSn,t t0 ° hard and iC too soft: u's 

dlHSliT f° deSCri ! >e thlS " WinA ° V " iS th " ie W'"ts an objective 
definition of activation as applied to instruction. By this definition 
motivation is intrinsic. It is there all the time. It w a i t8 
condition that is not so frustrating that the student ,uU, because \h. 

Curriculum-bssed Assessment is a verv useful tool for h«.i B<no rK . 
Co keep individual students, especially those that e ^ n tn " 

the magic window. This technique isn't really majic, of course All \f 

its elements are based on sound research It Ur i C0 "" e ' Al1 of 
«ff«ti», cchlog-exceHenc, iTSS^iJ:. 1 ;.^^^ "™ 

"Excellence occurs when the Instructional svstem 
is able to provide the Individual learner withTn 
appropriate l evel of cnailenee and a rtaH.n, 
opportuni ty to succeeo on a freouent and 
continual basis for each instructional go al in 
the program." Spady (1984) — — — — 



Alternative CSA Approaches to the Instruction of At-risk Resders 

The scope and sequent tor reading instruction using alternative CBA 
approaches proviies for instruction in three general categories 
successive presentation: accuracy in word recognition ^encv and 
comprehension. The methods described below are several of ^' < u 
have proven to be the most successful. 1 ° f th ° Se mich 

Accuracy in Word Recognition 

Basically for the purposes of this discussion, word recognition is 
straight sight-word calling at the automatic lev,! of recognition It 
-.y be argued that there is more to learning tc read than X ng'wo as 

strateg^s 11 ^^ 
^for use when a diff ^jTi. encountered " 

I have seen an entire school systen that was so involved with teachin* 
pnonics a. THE way to learn to read, that a great number of the «u^L 

tin 6 ", 0 'i^K"^ SCh001 — « 'nose'as high t f r ^ « 

still "decoding"; th at is , sounding out the words In their reldill 
assignments. They read so slowly that they weren't able to I! Lh 
-hat they were reading. For those students, "re.aingi ws. . seTIe". of 
C Drd. dacodad and called out separately. That 1. no? read ing" The word- 
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calling haa to become so automatic that It flows with fluonrv 
synchronisation with the thought processes. On v n / ° 

tap into ..thinking and reasoning skills" so that U becomes 

Tranaition Stories : This was the original approach used bv Gickline 
(Gickling and Havertape, 1981). It is still .,«.,< ... , "ciuing 
lea. popular due to thYti B e it t . t a h "aW 
j transition story is one that is created f" „ d "chUd ^ M. 

instructional level by using approximately 902 of ku \! J hi " 

then introducing the unknown wSrd° b^drUl prior to \£T X f* 
story itself. The stories are written withiZ tS V f? 8 ° f the 
actual reading lesson sc that the student s s 1 "ad Hoou? 6 ^ 
subject, and concepts that the rest of the class is ' "~ 

iae-con.u«lng this technique has been shown to be a very power u! tool 
to achieve rapid improvement in reading accuracy and f iJencv Tr*L iViL 
llllilltly be ' in ^ ^w Britain, Connecticut VseT^ 



ERIC 



Integrated Reading Strategy: This approach was developed bv Gickline 
becua.e of the complaints that the production of transition s • f • 
so ong. With this strategy, you work directlv f 1 a ! °°* 

aasignment itself. Bv randomly pointing to words vou aslI^rK a 
of difficulty; that is, the ratio' of known wo" s to unknot "o ds" IT 
usually get a measure of fluency at the same time. 

Once it Is determined what the ratio rt f im~«« .. . 

used. Actually, the assignment c«n nearly always be used hur r-h. 

*! th « r ( " "« "« «-fl. «rd" tol'. he 

learning of this assignment sufficiently motivating to „«« (T . , 
that the assignment Is judged to be aoc.ot".hj. I? 8 u Assuming 
then taught by a drill Process that ooHKrJ J ff "; 1 """ m " ords * r « 
mords-on. at' a lt..-b.ginring t ^;h C th: 1 "r.r„:anc:n U „orI. U " kD °~ 

of knomm uords, increasing he time be ...rpre^atlonroTt'h" 

usuany-arcer-," f T • or' bou Tor 

£ J^'e^VE. Jncir^'n,^',---- ~ " — 

Pou^r^kiu'^lf "'T '* <to "»"« 1 ' »»Pl« incredibly 

sn«,g \%^r b .d°^ D i:r^n; g°;at p r^:ing he s ?r" r - . B r c * u '- * 

her. except that the point Ing^oclreTr.U^b ? ..„ card." 

srs-"- 1 J" h .." 1 i;.. l b.c. h u. t . t Jt sh t * r^ "'-^ 

" Because it works so dramatically) and much 
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of the practice can occur without the teacher's direct involvement This 
echnique is also used for learning such other material as Hath 
facts or any other isolteted items that have to be learned « 



CBA Model Programs to Visit 

There are scores, if not hundreds, of school systems throughout the U S 
and Canada that have implemented various forms of CBA. This author 

are Zll I i r° 1Venent " ith 8 nUBb " ° f th " e schools List d be " 
are three school systems that have made particularly sol'd 

h4v ; r r u " d —us. c Each a g nlVz lizi 9 LO 

briefly, .nd the name and address of a contact person is prodded 

Connecticut : The State of Connecticut has had ongoing CBA model sites 

TV"? St * te -P rl »* r ^ " the larger urban dfstricts-since he 
1985-86 school year. The contact person at the State Depar tment of 
Education is Don Douville. «=F»»ment or 

Hew Britain, Connecticut: Perhaps the most intensive use of CtA 
techniques in the state has been in this urban district jus wes"t 
of Hartford. Of particular interest is the effect that III 
introduction of CBA through , pre-referrai interven ion program ha. 
had on the referrals to special eaucation. Program has 



terrreferreT^r^ 68 ^/ 1 ; 198 '" 85) ' 73 StUdentS FR0M 0NE SCHOOL 

JlnlZ s P«ial-education consideration. Of those 53 

were PLACED into special education. The first vear of the orolL 
63 students were referred, but only 14 were placed The vaiue^ol ' 
the intervention that took place instead of placement into sneeial 
education was viewed with wary interest that first vear but lit 

the following year. During the second year of the project 155 
s udents were referred for "help" by the building team and 7 were 
placed (of which 7 were for speech therapy enly) 8 m he th rd 
year of the project (1987-88), 136 student, were referred or help 
and 13 were placed (5 of which were for speech therapy only) 

T ^"contactT' 100 ! bOUt NCW Brit4ln pr °* ra » s " A PP«<"* 
L I t t er c° n C ? ere 18 "* ry Lou V °i^sik, Smallev School, 
New Britain Public Schools, New Britain, CT. ' 

C ° Bn " tic " ! The School in this district uses 

CBA to determine the instructional level of every student in the 
elementary graces. Under the careful supervision of tne PrincJnsl 

w5 « 2 ! 8r °^ Ped bY rOOM at their ^"ructionat lllVl, 

witn those showing the most severe deficits being served bv thl 
CBA-tr.ined special-eduction st.ff. The s-ount'of growth and 

FR?r T!? 10 r " din8 * fter tW0 w » ln thi< Project if "Hhly 

h^C significant. For further information sbout^he create method. 
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used In this case, contact Robert Bottomlv, Principal, Rowatan 
School, Norwalk Public Schools, Norwalk, CT. 

Louisiana : This vas the first state to mandate the use of 
curriculum-based assessment as a part of the evaluation of students 
suspected of being handicapped. Unfortunately, the mandate to use CBA 
vas placed into the state's policies before the appraisal personnel of 
the state had sufficient time to understand vhat it was or how to do it. 
Consequently, there are many and varied versions of CBA throughout the 
state of Louisiana. Nevertheless, following the changes in the appraisal 
process, including the mandated use of CBA, referrals to special 
education dropped by 302 over a three-year period. And in several 
locations can be seen some of the most progressive and appropriate uses 
of CBA. State Departmen Education contact persons include James 
Canfield and Emlle Barrlleaux, Louisiana Department of Education, Baton 
Rouge, LA. 

Alexandria: Beginning in one school, the Mabel Brasher 
Elementary School, in 1986-87, Curriculum-based Assessment was the 
basic method for intervention with at-risk students. The unique 
feature of this pilot was the teaming that occurred between the 
Chapter I program, the special-education program, ano the regular 
education program. According to the princip* 1 of this school, 
during the second year of the program, it was rot necessary to 
retain any students nor was it necessary to refer any students to 
special-education for placement. It should be noted tnat in 
Louisiana, special education personnel are allowed by law to work 
with at-risk stuaents who are in need of service but who are not 
suspected of being handicapped. 

The success of the CBA program at Mabel Brasher School over a two 
year period has been so dramatic that the School Board has voted to 
institute CBA in all of the elementary schools in the district. 
For further information on the Alexandria model see Appendix £, 
The contact person there is William Conella, Principal, Mabel 
Brasher School, Rapides Parish Public Schools, Alexandria, LA, 
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APPENDIX A 

Smalley School, 
New Britain, Connecticut 



E18LI INTERVENTION PROGRAM COMPARISON DATA 
SCHOOL: Smalley NUMBER OF YEARS IN PROJECT: 2 

Pre-Project 1964-85: 

Number of referrals to pupil services team: 73 
Number of these placed into special education: 53 

Project first year 1985-86: 

Number of referrals to pupil services tea;:: 63 
Number of these placed into special education: 1 « 

Project second year 1986-87: 

Number of referrals to pupil services team: 155 
Number of these placed into special education:' 17* 
(•7 of these placeoents were for speech only) 

Project third year 1987-88: 

Number of referrals to pupil services team: 136 
Nuaoer placed into special education: 13* 

'.•5 of these placeoents were for speech only) 

COMMENTS 



1. Those students referred but not piacec were judged by the 
referring teacher and the team to be oatcing adequate 
progress in the regular classroom as a result of ear-y 
interventions. 

2. The numoer of =ir.onty stuaents placed into spec-' a 1 
education was proportionate to -.he percentage of C inorit<es 
represented in the building. 
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SMALL ET SCHOOL DATA 



Population 

by Ethnic Croup 



Hiapanics 
Blacks 
Whi tea 
Other 
TOTAL 



53 
1 1 

17 



fief erral a 
t % 



HO 
1 1 
21 
1 

73 



55 
1 5 
29 
1 



Placements 
' 5 



38 
0 
1 0 

1 

53 



72 
8 
1 o 



ST 1987-88 

5 * ? # ? 

Hiapanics 57 87 6H 7 5^ 

Slacks 11 15 11 0 0 

Whites 29 3 « 25 6 46 

Other 1 0 0 0 0 



TO TIL 136 
•5 placeaents were spee ch/ iangua ge only 



13 



0 
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CUIXICULUM BASED assessment/ at risk ceild program 

FEBRUARY 7, 1989 
WHAT IS CURRICULUM BASED ASSESSMENT? 



Curriculum Bases Assessment is a teacher tecnnique usee in teach- 
ing to make sure students get the proper amount of repetitions on their 
level to learn any new tact/word, etc. 

Student level is called the INSTRUCTIONAL MATCH and the material is 
kept between 93-97* of what the student knows so the CHILD WILL ALWAYS BE 
SUCCESSFUL IN LEARNING NEW MATERIAL/ FACTS / ETC . A CHILD IS SEVER A FAILURE 
AS THE LOWEST HE/SHE CAN MAKE IS IN THE 90' s ;:. 

Example: If a cnild is saving trouble learning new worcs - tne 
teacher, parent, aide or another student can flasn cares witn nine words 
he/she knows to one wora he/sne does not know. The lowest ne can make is 
90': as ne has only one item he can miss. Material kept in .-.is range is 
self -mot ivating and tr.e sruaer.t will learn, 

LENGTH Or TIME ON PILOT 



3rasner Element arv r.as seen ir.voivea witn Curriculum Eased Assess- 
ment aoout 24 years. 

'."1 S I T - ?. S 



Many visitors .-.eve seen at cur school to see C2, 



o see „2A _r. ooeration, 
Catanouia Parish visitec to get ideas for their Chapter One Program. We 
trained tne principals ano staff at Sabine Parish. We had a workshop 
for ail the assessment teacners of the State at Hotel Bentiey on October 
b, 1988. We will be presenting your program at tne Super Conference in 
Baton Rouge on Marcn '. , 1 989 , for all superintendents, principals, 
special education personnel. 

Our Superintendent, Mr. Allen Nichols, visited Brasher for an 
entire morning and reviewed the total CBA program. We also welcome 
any of you to come visit, review our results, and see your program in 
action saving boys and girls from becoming curriculum failures. 
EDUCATION COMMITTEE 

The program was rreser.tec to tne Education Committee Thursday, 
Januarv 16, 1989. 



- OF PROGRAM 

Dr. Tucker was paic ty :ne S:a:e De?ar:aer»: z ne first year and 
icies Parisn School Board paid fcr the seconc year. There is no 
,z for the infusion of :ne C3A-At is k. Prograa ir. :r.e carisn. 

^ININC 0? PERSONNEL 

Dr. William Conn<iila, Principal of 3rasner Elementary, ana Mrs. 
ye RobDins, Chapter One teacner at Paradise Elementary, are aole 
.d willing to train personnel. 
10UNT OF TIME FOR TRAINING 

The teaching technique of Curricula Based Assessment can be learned 
n 30 minutes. However we recommend five one hour sessions if possible 
o learners of the technique nay be guided in the teacmng of a student. 

Principals of the Parish will receive Curriculum 3asea Assessment 
n February 22. This workshoD has been approved by :he Leadership 
.cademy at no cost to the Rapides Parish School Boarc. Dr. Connella 
•ill be the instructor. 

~ r ACHERS PARENTS. AIDES OF THE P ARISH HAY 3E TRAINED IN SEVERAL WAYS . 
Tram Chapter One teacners and aides 

We have Chapter One in :Z of the 22 elementary scnooii. The 
Chanter One teacher with :ne help cf the aides can tnen act as the 
-rainin? agent in each cf the individual scnools, 

-eacners and aides vere trainee a: Brasner Elementary .n the Chapter 
One Lat> during five of tr.e teacners planning tines. We had nc 
-rs- le s wnatsoever . There is no reason to believe ::.:s ccuic not 
oe cone in tne II chapter one schools. 

Parents were trained by tne Chapter One teacher in tne lab. All 
aiaes learned the teennique and so did all parents wno came. 

2. For schools without Chapter One - the training could ia*e place in 
the Professional Faculty Study each scnool has to do. They could 
spend* tne first five hours of the study ^on CBA and it could be 
scheduled within tne first few months of school. 

New staff will have tc be trained - at Brasher vitnout Chapter One- 
cne principal~or a teacher in tne particular grace leve: trains tne 
new staff member. New staff in Chapter one scnools can be trained 
by the Chapter One Lab teacher. 
WHO DOES THE CBA TECHNIQUE IN THE SCHOOL - NO COST-N O NEW PERSONNEL 
In CHAPTER ONE SCHOOLS, the Chapter One readiness aides can do 
CBA in kindergarten and first grade - this is the grades she normally 
serves. The Chapter One teacner and aide can do CBA for grades 2-5 
or higher if Chapter One has a pull-out program for higher grades. 
Since Chapter One is correlating wnat tney are teacning to what the 
teacner is using this technique works excellent. Chapter One personnel 
can furnish the necessary arill for the skill before the actual practice 
O reading with the classroom teacher. CBA worked in Chapter One at 
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nuijher Elementary. 



SCHOOLS WITHOUT CHAPTER r.as a reaamess a — « tr.a: serves first 

and seconc grace. At Brasr.er cur reacir.ess aiae scares a: 7:.0 A.M. and 
fir.isnes at 2:30 P.M. She ceacnes , anils . ? racrices votes wicn -2 Ac-Risk 

«• o ^ a e ••* -• - - a - - = - - e -aacners 5 u 1 1 :r.e;r own s:uaen:s 
scuaents in :nese graces . .v...-e. e- . 

anc reaches Che alpnaoet, sounas, nunoers, wnatever a ar.ild needs. 

At Brasner, Che principal reauires eacn first and secona grade teacher 
to do ac least one Ac-Risk cnild. When tne aniid needs no further help 
chev selecc another. This is aone so the teachers will keep their At- 
Risic skills at peak and they will be aoie Co neip and realize problems 
their oart-tiae instruct: aal aide is having. 

v'n,. nnr h ™» 12 2221 ? aides to do CBA. It is how- 

ever helpful if teachers are comg to reacr. large numoers of AT-Risk 
students'. Our instructional aiae serves stuaents. We ail realize 
more could oe done if tnese scucents wouia ;et more practice. It is 

wording as is. 

ACKERS WITHOUT AIDTS 

Thira/courth/fiftn graae caacners all have to ao At-Ris* students. 

. ma mnnc - • n p - s r uaer. c 3 a e i. o s cuaencs - : cards 
Thev have aevisea met?.oas -ne.. 

' - o ^ - - ' - n e r , e:: , socec:r,e^ At -Risk 

:c one ano:ne:» cnor^- ..a^ 

^.c --p -s"e - :o-cu::uu..i leniec:- . ac.ic::: anc Main 

5 :uaen:s recess -nu *e . u 



Club wnian allows us to r.ave pu.l-ouc cme frora pnvsiaal uuuaatio 

. . .... . a _ - s tne -3 sir.urj * . _= rary penoc- 

Taachers also noic a * 

cr.ev use only '.3-20 minutes o: chis periou. 

If ceacners wane CO nei? At-Ris K, scucencs. CBA is ueciaiteiy a 

teacher cecnmque co n«.? '-o *«• — 

,..£*•«•,-•« «••' v -ar." ->eonLa none j c u s e s s u c n as 
ruder.es - hars woru. - °- — -u 



r.ot as ig = . -r.c e ^ — =_ 



10 ac-S.isk. scucencs f a - 1 . ~c coses us 



_ , _ „„ -p-par a "raae. The aaount of ^ioney state 
$70,000 o.cra .or then to .epea^ a 0 -u 

wide is astronomical. We are charged oy tne taxpayers to teach these 
scucents and the tine nas co«e wnere we cannot fail to taacn these 
students any longer. We have the cechnicue-CBA. We no Longer have 

an excuse. 
RESULTS 

" • c - - - -a jveraae mciberof iiiS* ions , fluency 

1 do noc oe-Lieve i- -S - ^° = 

. . - .• . . p«-s. however, we have -ill cne resuics 

and wore a ai= :or .-..-r..^ e..-s, 

.„ a 1 -o 'eview chen. Sone stuaents wno -ai.ed 

at Brasher if you would -~*e ^o .evie 

Use vear are making the honor this year. We only have two fluency 
problems in fifth grade - had four when school started. We have six 
ER | C P"blenis 1" fourth grade, eight problems in third grade, and four and two problems 
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n grades one and two. Mos 
*»sir.a tec . W e relieve 
ie er.c c: third grace. 



: : our problems 
eating prcolens sr.ci 



reacing are 



- 1 r e e • — 



esearch Results 



are a: 



:acr.ec 
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RESEARCH RESULTS 



Researcn was Gene on tne ^aw aata results of Ijr~ • :ji urn 
3ased Assessment at 3rasner Elementary bewteen Seotemoe^' January 
1988-39 oy staff memDer Mrs. Jimnne Nelle Raoalais, Elementary 
Supervisor. 



REGULAR EDUCATION STUDENTS RESULTS WERE: 
FLUENCY 

At ri sk regular education average fluency gain was 
approximately cne word per session. 

Average at risk stuaent fluency gain was much higner, 

Some at risk students that were retained last year were 
found to be making the nonor roll. 



WORD RECOGNITION 

At risk student wort recognition gam was 22*. 



-LUSNCY 

r luency is critical to reading because a cm la nas to ^eac 
at least 65 to 70 woras per minute for him/her to comorenenc. 
The range of 55-70 wo res oer minute is called trie tnresnolo 
of comprenension. 

Students racing oelow tm s wom/fl uency range cannot 
conorenend oecause snort term memory is 18 seconds anc the brain 
unloads before :ne student has a cnance to move it into long 
term memory. 

Comorehension cannot take place unless a chi Id is reading 
between 65-70 worn. 



WORD RECOGNITION 

Wore recccniticn 1 s imoortant because witnout wore meaning 
a child cannot ::morenend anytning — ne/sne will oe simoly ceiling 
woros if he/sne recognizes woros ana coes not <now tne meaning. 

No comprenensi on can take pi ace at al 1 wi thout word 
^ recognition. 
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